1. Introduction {#sec0005}
===============

Today's world is increasingly interconnected, and growth in global migration has led to more diversity in schools worldwide ([@bib0190]). The authors' home is no exception to this international trend. In Missouri the number of foreign-born residents increased 51 percent from 2000 to 2010 ([@bib0015]) and our hometown of St. Louis led the nation in immigrant population growth in 2016 ([@bib0080]; [@bib0205]).

Education leaders have called for students to develop global competence for our interconnected world ([@bib0185]; [@bib0150]; [@bib0210]). Longview Foundation defines global competence as "a body of knowledge about world regions, cultures, and global issues, and the skills and dispositions to engage responsibly and effectively in a global environment" ([@bib0110]). To be globally competent, students need global citizenship dispositions and the multiple literacies necessary for participation in a digital, global world ([@bib0090]). In order for change to occur in education, however, the extant literature shows that teachers must be trained in teaching global competence ([@bib0095]; [@bib0220]; [@bib0225]).

Internationalizing teacher preparation can help teachers personally develop global competence and gain the knowledge and resources necessary for teaching global competence to their K-12 students ([@bib0110]; [@bib0235]). Traveling abroad is one approach; however, cost makes international travel an unrealistic option for many teachers ([@bib0155]) and the Coronavirus pandemic makes international travel unlikely in the foreseeable future. In this study, the authors investigate ways of internationalizing teacher education curricula that do not require travel. Primarily, the purpose of this study was to investigate teachers' perceptions and practices related to teaching global competence after participating in the first author's teacher education course framed with the Global Teaching Model (GTM). A secondary purpose was to examine the feasibility of the GTM, operationalized and validated in [@bib0090], as a framework for understanding globally competent teaching.

The GTM was developed through a sequential mixed methods process beginning with in-depth interviews with 24 expert global teachers followed by factor analysis to determine if the findings that emerged from qualitative analysis were generalizable to a larger population of 630 teachers. The process yielded a 19-item Teaching for Global Readiness scale (TGRS) and the four factor GTM. The creation of the GTM was framed in critical theory focused on equity worldwide (i.e., [@bib0005]; [@bib0215]).

2. Postcolonialism: a critical lens for global teaching {#sec0010}
=======================================================

For educators concerned with equity and critical pedagogy, postcolonialism offers a theoretical lens for globally competent teaching ([@bib0120]; [@bib0145]). Postcolonialism according to [@bib0005] acknowledges that current societal injustices are directly related to the history of colonization. According to Andreotti, "Our stories of reality, our knowledges, are always situated (culturally bound), partial (what one sees may not be what another sees), contingent (context dependent) and provisional (they change)" (p. 236). Her postcolonial take on global education emphasizes a non-coercive inner process where one negotiates for a broader understanding of human experiences. Postcolonialism offers plural epistemologies where multiple truths are recognized because multiple human experiences are acknowledged and valued.

Using postcolonialism as the theoretical lens, [@bib0195] put forth three approaches to global education: deficit, accommodation, and decolonization. A deficit global curriculum maintains a strict dichotomy between "us and them." Eurocentrism is viewed as the dominant ideology, cultural ideal, and lens through which all other cultures and peoples are viewed. In this approach, global discussions center on the problems of the non-Westernized world. The fundamental presupposition of the deficit approach is that Western values are superior and, therefore, the answer to global "problems." When global events or cultures are presented in a deficit curriculum, they are positioned as dangerous, deviant, and "not worthy of serious academic inquiry" ([@bib0195]).

Similarly, the accommodation global curriculum does little to counter the underlying assumptions of Western/European superiority and ignores the ways Western values acquired historical privilege and power; however, it does bring awareness of global perspectives and events into the classroom. Chosen texts expose students to diverse voices from other cultures while still upholding Western values as the norm. Although well-intentioned, the absence of critical and sociocultural awareness perpetuates stereotypes and reifies the dichotomy of the West and the rest.

Decolonizing global curriculum, however, takes a critical approach when examining the social, cultural, and political influences of knowledge production. Decolonizing is the preferred method of global learning specifically because it comes from critical (concerned with power) and resource (as opposed to deficit) frames. When studying global perspectives, decolonization seeks to read, formulate, and address "events from the perspective of marginalized subjects" ([@bib0195]). It advocates for an anti-essentialist curriculum that dispels the notions of monolithic cultures and the justification of hierarchies due to cultural differences.

In addition to decolonizing curriculum, [@bib0140] calls for decolonizing research that influences education policy and practice. This research project hopes to contribute to decolonizing efforts in this field. We are aware of the limitations in reaching this goal, however, as our university affiliation implicates us in the legacy of colonialism ([@bib0195]). Though we may not be able to eliminate all bias or Western influence on our research, we aim to avoid deficit language and "us and them" conceptualizations, and accept plural epistemologies. While we acknowledge that publishing this research benefits us as authors, we hope it will primarily contribute to transformative educational practices that amplify equity and social justice in teacher education.

3. Pedagogies and models for globally competent teaching {#sec0015}
========================================================

[@bib0145] describe globally competent teaching as a practice that is simultaneously broad and specific: Broad in that it transcends disciplines and age-levels, and specific in that it should be relevant to local socio-political contexts and students' cultural identities. In this study, we focused on global competence in teacher education. Specifically, we use [@bib0090] empirically validated Global Teaching Model (GTM) as a conceptual framework. In the following sections, we review the relevant teacher education research and then synthesize extant literature with the four dimensions of the GTM.

3.1. Curriculum and instruction in global teacher education {#sec0020}
-----------------------------------------------------------

Research describes curricula and pedagogies of global teacher education in multidimensional ways. Some colleges of education have integrated global issues and cultures into existing curricula ([@bib0025]; [@bib0045]; [@bib0165]), while others have created stand-alone global education courses ([@bib0095]; [@bib0170]). Through an extensive literature review, Yemini and colleagues found that pedagogies in global teacher education research are innovative (but not necessarily new) takes on existing pedagogies ([@bib0225]). [@bib0115] call these innovative approaches to global education "signature pedagogies." Signature pedagogies include engaging teachers in inquiry about the world ([@bib0085]), participating in intercultural dialogue ([@bib0100]; [@bib0200]; [@bib0240]), and playing a role in simulations with global content ([@bib0135]).

Tichnor-Wagner, Glazier, Parkhouse, and Cain undertook extensive qualitative research on signature pedagogies for globally competent teaching. They produced the Globally Competent Teaching Continuum (GCTC; 2019). The continuum signifies that globally competent teaching is a developmental progression. The continuum includes twelve components organized as knowledge, skills, or dispositions, such as the disposition of *empathy and valuing multiple perspectives* and the skill to *facilitate intercultural and international conversations that promote active listening, critical thinking, and perspective recognition*. Although all twelve components (see [Table 1](#tbl0005){ref-type="table"} ) are theoretically sound, the number of dimensions in this continuum may impede its use as a heuristic in teacher education.Table 1Comparison of the Globally Competent Teaching Continuum Twelve Components and the Four Factors of the Global Teaching Model.Table 1GCTC elementGTM factorCreate a classroom environment that values diversity and global engagementSituatedEmpathy and valuing multiple perspectivesSituatedIntegrate learning experiences for students that promote content aligned explorations of the worldIntegratedDevelop and use appropriate methods of inquiry to assess students' global competence developmentIntegratedUnderstanding of the ways that the world is interconnectedIntegratedUnderstanding of intercultural communicationCriticalCommitment to promoting equity worldwideCriticalUnderstanding of global conditions and current eventsCriticalFacilitate intercultural and international dialogue that promotes active listening, critical thinking, and perspective recognitionTransactionalDevelop local, national, or international partnerships that provide real world contexts for global learning opportunitiesTransactionalExperiential understanding of multiple culturesTransactionalCommunicate in multiple languages

3.2. Global teaching model {#sec0025}
--------------------------

[@bib0090] GTM is based on a mixed methods study with K-12 educators. Because global teaching is contextualized within a nation ([@bib0055]), the model was developed for and validated specifically in the U.S. K-12 context. The GTM comprises four factors: situated, integrated, critical, and transactional. These factors served as the conceptual framework for both the course and this study, and provided teachers a heuristic for implementing global teaching. When placed side-by-side, as in [Table 1](#tbl0005){ref-type="table"}, all but one (i.e., communicate in multiple languages) of the GCTC's twelve elements aligned with the four factors of the GTM.

GTM's first factor is situated practice, meaning teaching is culturally relevant to both students in the class and socio-political issues in the local community. Situated practice includes the dispositions of valuing diversity and students' voices. Situated practice is culturally relevant ([@bib0105]), helps break down stereotypes, and works against essentializing people, places, or times in history ([@bib0010]; [@bib0130]). Situated practice acknowledges local and global connections: Teachers stay current on local and global events and consider multiple perspectives (even those that challenge their own beliefs). Teachers also reflect on their own cultures, assumptions, and biases ([@bib0075]). Most importantly, teachers guide students in doing all of the above.

Integrated, the next GTM factor, means global learning is not a one-off but incorporated across grade levels and disciplines. Teaching and assessment of global learning are part of course objectives. Teachers build a repertoire of resources related to global issues in the discipline/s they teach. Teachers understand how the world is interconnected, and can analyze global challenges and inequities through a disciplinary lens. Integrated global learning requires students to construct knowledge about the world through authentic inquiry and experiential learning ([@bib0030]). Students understand how their actions affect people in other countries and vice versa ([@bib0130]). Through situated and integrated global learning, teachers show students how both their lives and their studies are already globally interconnected.

The third dimension is critical. Global teaching through a critical frame considers issues of power, privilege, and oppression so that teaching does not recreate hierarchies found in the world ([@bib0040]; [@bib0050]). Critical includes the critical literacy practices of analyzing source reliability and bias, and constructing claims based on evidence from wide-ranging authors. Teachers involve multiple, international, and traditionally marginalized voices and encourage perspective-taking and empathy-building ([@bib0160]; Tichnor-Wagner et al., 2019). Students listen/read first to understand different perspectives ([@bib0050]) and then write/speak their perspective in ways that demonstrate intercultural and global consciousness ([@bib0160]). Part of critical framing is reflexivity, or what [@bib0145] referred to as "sociocultural consciousness," where teachers acknowledge they are cultural and political beings and examine their biases. The development of critical literacy is one way to raise sociocultural consciousness.

Fourth, transactional experiences involve international partnerships, through which students engage in intercultural dialogue and construct knowledge about the world ([@bib0085]). Transactional experiences mean learning *with* other people through active listening and critical thinking. It also means problem-solving with others in solidarity, rather than solving others' problems in ways that reinforce colonial power relationships. Transaction means there is an equal give-and-take, and global teaching requires equitable partnerships with global communities ([@bib0215]).

The first two factors, situated and integrated, describe how global teaching can be connected to existing curricular structures and instructional practices. The last two factors, critical and transactional, explain how teaching about the world can be approached from a critical frame and commitment to equity.

4. Methods {#sec0030}
==========

This article describes a mixed methods self-study of a graduate-level teacher education course called Learning through Inquiry. Self-study involves systematic analysis towards both the improvement of one's practice and contribution to the field ([@bib0065]). Research questions were: (1) To what degree do participants report implementing global teaching practices in their K-12 classrooms? (2) How do participants understand the role of global competence? (3) According to participants, what influenced how they employed globally competent teaching? With these research questions as the hub ([@bib0125]), we used concurrent nested mixed methods by collecting both qualitative and quantitative data simultaneously, embedding the quantitative within the qualitative ([@bib0035]).

4.1. Context {#sec0035}
------------

The study took place during an online masters' level education course at a U.S. urban university. The course (Learning through Inquiry) was organized into eight modules, including modules on collaborative learning, culturally sustaining pedagogy, and global learning. Each module contained readings on education theory, discussion boards where students interacted, and assignments where students were tasked with translating theory into practice. Instructional plans for the global learning module can be found in [Appendix A](#sec0175){ref-type="sec"}. The first author was the course instructor, and the second author was the research assistant.

4.2. Participants {#sec0040}
-----------------

All participants were enrolled in the university's masters of education program. Every student in the first author's course was invited to participate; 19 consented to analysis of their coursework and four agreed to follow-up interviews. Consent was also obtained from 56 students (focal group = 28, comparison group = 28) for anonymous completion of the Teaching for Global Readiness Scale (TGRS). The focal group consisted of students in the first author's course, and the comparison group (recruited from a separate online masters education course) consisted of students with no known prior exposure to globally-focused teaching curriculum.

The focus course served both the masters in curriculum and instruction degree and the alternative teaching certification program, so at the time of the study, all participants were inservice teachers, but not all were yet licensed. Years of teaching experience ranged from one to 18. Participants' schools were spread across the state and spanned the spectrum of public, charter, and private, as well as rural, suburban, and urban. Five participants identified as African American, two as Asian American, one as Latinx, and 12 as white. Grades and subjects taught varied (see [Table 2](#tbl0010){ref-type="table"} ).Table 2Profile of Focal Participants.Table 2DemographicsPercentage of respondentsGrade level taught K-522 6−811 9−1267Years of teaching experience 0−583 6−1011 11−150 16−206Licensed in teaching area Licensed39 Not licensed61School designation Public71 Charter24 Private5Ethnoracial identity African American26 Asian American11 Latinx5 White58Gender Female84 Male11 Nonbinary or other gender identity5

4.3. Data sources {#sec0045}
-----------------

Self-study requires that the researcher/teacher provides convincing evidence ([@bib0065]). In order to provide copious evidence, we utilized both qualitative and quantitative data sources. Focal group participants contributed both qualitative and quantitative data; quantitative data alone were collected from the control group ([Table 3](#tbl0015){ref-type="table"} ).Table 3Table of data collection.Table 3Data SourceWhen CollectedTypeKnowledge InventoryBeginning of courseQuanDiscussion Board PostsDuring courseQualGlobal Learning Case Study AssignmentDuring courseQualGoing Global Lesson PlanDuring courseQualInquiry Final Project and Self-reflectionEnd of courseQualTGRS Self-reflection AssignmentBeginning and end of courseQualTGRSEnd of courseQuanCourse Evaluation Open-ended ItemsAfter courseQualOne-on-one Interview TranscriptsAfter courseQual

Qualitative data were collected via course artifacts, i.e., discussions, self-reflections, and lesson plans from the global learning module in Canvas. Students completed lesson plans and personal inquiry projects on topics related to global education and wrote reflections upon completion of each. Focal participants completed the TGRS at the beginning and end of the semester and reflected on their growth, facilitating self-reflection on TGRS-related teaching practices during their qualitative interviews.

One-on-one semi-structured interviews were conducted with four participants the semester following the course. Due to the participants' geographic spread, interviews were conducted face-to-face when possible and using Zoom when not. All were recorded and transcribed. The protocol can be found in [Appendix B](#sec0180){ref-type="sec"}.

Quantitative data were collected anonymously via a knowledge inventory and the TGRS. The knowledge inventory measured participants' self-reported knowledge level of concepts covered in the course, including the concept of global learning. The survey comprised 21 questions adapted from TGRS, which measures teachers' attitudes about and frequency of teaching practices that promote global readiness. The original scale ([@bib0090]) was found to be a reliable and valid measure of global teaching (χ 2 (143) 246.909, χ 2 to df = 1.73, CFI = 0.960, TLI = 0.953, SRMR = 0.061, RMSEA = 0.051, α = 0.88). Cronbach's alpha showed good reliability of the adapted TGRS (*α* = .89). A list of scale items can be found in [Table 4](#tbl0020){ref-type="table"} .Table 4Group Means by Teaching for Global Readiness Scale Item.Table 4FocalComparisonQuestionSubscale*M* (SD)*M* (SD)*p*In the last two weeks, how often have you:Reflected on your own assumptions and biases.(Critical)*3.93* (1.07)*3.70* (0.97)0.433Used texts written by authors from diverse countries.(Critical)*2.68* (1.12)*1.86* (1.13)0.014[\*](#tblfn0005){ref-type="table-fn"}Guided students to examine their cultural identity.(Situated)*3.32* (1.12)*2.43* (1.50)0.019[\*](#tblfn0005){ref-type="table-fn"}Integrated global learning with the existing curriculum.Integrated*2.86* (1.14)*2.30* (1.39)0.127Assessed students\' global learning.Integrated*2.11* (1.09)*1.73* (1.03)0.215Provided a space that allows learners to take risks.Situated*4.18* (1.02)*4.14* (1.17)0.892Provided a space that allows students a voice.Situated*4.61* (0.68)*4.09* (1.30)0.081Attempted to break down students\' stereotypes.Situated*4.00* (1.22)*3.36* (1.33)0.084In the last two weeks, how often have you asked students to:Engage in discussions about international current events.Critical*2.68* (1.42)*2.09* (1.28)0.127Analyze the reliability of a source.Critical*2.46* (1.2)*2.09* (1.2)0.270Analyze the agenda behind media messages.Critical*2.43* (1.48)*1.78* (1.0)0.080Construct claims based on primary sources.Critical*2.68* (1.25)*1.96* (1.22)0.043[\*](#tblfn0005){ref-type="table-fn"}Use inquiry-based lessons about the world (e.g., research projects, exploratory learning, discovery learning).Integrated2.82 (1.31)*2.61* (1.37)0.574Utilize technology (e.g., Skype, email) for virtual interviews (with experts, community members, etc.).Transactional*1.86* (1.38)*1.78* (1.57)0.857Utilize asynchronous technology (e.g., email, blogs) for international collaboration.Transactional*1.64* (1.16)*1.48* (1.08)0.606Utilize synchronous technology (e.g., Skype, Google Hangout, FaceTime) for international collaboration.Transactional*1.46* (0.74)*1.48* (1.27)0.961During a typical semester, I:Build a repertoire of resources related to global education.Integrated*3.32* (1.02)*2.43* (1.31)0.009[\*\*](#tblfn0010){ref-type="table-fn"}Take inventory of the cultures (languages, countries, etc.) represented by my students.Situated*4.25* (0.93)*3.78* (1.04)0.097Cultivate a classroom environment that values diversity.Situated*4.50* (0.64)*4.40* (0.72)0.571Cultivate a classroom environment that promotes equality.Situated*4.50* (0.64)*4.65* (0.49)0.352Bring in speakers from different backgrounds so that students can listen to different perspectives.Transactional*2.57* (1.14)*2.13* (1.25)0.194[^1][^2][^3]

4.4. Quantitative analysis {#sec0050}
--------------------------

To inform instruction, the knowledge inventory was given to participants at the beginning of the course. Descriptive data are reported to show participants' knowledge of global learning before engaging in course material. TGRS was administered to two groups (i.e., focal and control). Group means from individual scale items were analyzed using two-sample independent *t*-tests. The TGRS was anonymous in order to mitigate instructor's influence and promote honest self-reflection. Because the TGRS was anonymous, we could not conduct a paired *t*-test or compare individual's pre and post tests; instead, we utilized a two-sample independent *t*-test to compare post result means against a control group. To contribute to validating and operationalizing the GTM model, TGRS post-course responses were then quantitatively compared between the focal and control groups.

4.5. Qualitative analysis {#sec0055}
-------------------------

Qualitative data sources were analyzed using a priori and open coding. For a priori coding, we used the GTM four factors, paying particular attention to statistically significant items from quantitative analysis (i.e., *using texts written by authors from diverse countries*, *guided students to examine their cultural identity*, *constructed claims based on primary sources*, and *built a repertoire of resources related to global education*).

After coding individually, we met to discuss and reach consensus about coding parameters. We ultimately agreed valuable data were not captured solely by a priori codes; therefore, the next round included a priori as well as open coding. We determined that a hierarchical process was most appropriate for the next step. We converted the four a priori codes into themes and placed related codes under each theme looking for patterns within to create categorical codes.

Within each code, we looked for illustrative key statements (i.e., participant quotes in the data) that answered the research questions. Codes were triangulated by looking at multiple data sources and multiple participants ([@bib0230]). Counter examples were also coded to increase trustworthiness of the findings.

4.6. Ethical considerations {#sec0060}
---------------------------

Given that the first author was also the course instructor, we took great care to conduct research in an ethical manner. Institutional Review Board approved protocols were followed for all aspects, including gaining participant consent. Surveys were completed anonymously and, as such, not graded. In addition, one-on-one interviews took place after grades were submitted. These methods were enacted to protect the participants; yet we acknowledge these data cannot be separated from a contextual power difference between the researcher (as professor) and the participants (as her students). It is possible that participants reported what they believed the professor wanted to hear rather than their honest perceptions.

5. Findings {#sec0065}
===========

We sought to investigate three research questions: (1) How frequently do participants report implementing global teaching practices in their K-12 classrooms? (2) How do participants perceive the role of global competence? (3) According to participants, what influenced how they enacted globally competent teaching? Quantitative results addressed RQ1 and are reported first, followed by qualitative findings concerning RQ2 and 3.

5.1. Quantitative results {#sec0070}
-------------------------

Quantitative results were derived by statistical analyses of data from both the knowledge inventory and TGRS.

5.2. Knowledge inventory {#sec0075}
------------------------

At the beginning of the course, participants complete a knowledge inventory on instructional concepts. Using Google forms, we gave the following instructions: On a scale of 1--5, how well do you know the following instructional concepts? For the item on global learning, only one participant believed that global learning was a current part of their instructional repertoire ([Fig. 1](#fig0005){ref-type="fig"}).Fig. 1Participant responses to the knowledge inventory item on global learning.Fig. 1

5.3. Teaching for global readiness scale {#sec0080}
----------------------------------------

Descriptive data are reported in [Table 4](#tbl0020){ref-type="table"}. Participants responded to 21 statements. The first 16 inquired about frequency of implementation over the past two weeks using a 1--5 scale (i.e., *Never, Once in two weeks, Once a week, 2--3 times a week, Daily*), and five addressed attitudes about practices across a typical semester (i.e., *Strongly disagree, Disagree, Neither agree nor disagree, Agree, Strongly agree*).

Focal participants (i.e. teachers exposed to global competence via their graduate teaching course) reported implementing 81 % of TGRS practices more than once over two weeks (control group: 56 %), with statistically significant greater frequency in these specific practices: (a) Using texts written by global authors (*M* = 2.68, SD = 1.12; *M* = 1.86, SD = 1.13; *p* = .0142); (b) Guiding students to examine their cultural identities (*M* = 3.32, SD = 1.12; *M* = 2.43, SD = 1.50; *p* = .0197); and (c) Asking students to construct claims based on primary sources (*M* = 2.68, SD = 1.25; *M* = 1.96, SD = 1.22; *p* = .0434). When reporting on five additional practices used over a typical semester, significant difference was seen between group attitudes on the following item: Focal teachers believed they "\[built\] a repertoire of global-education resources" more strongly than control teachers (*M* = 3.32, SD = 1.02; *M* = 2.43, SD = 1.31; *p* = .009). Of the four subscales, significant difference was seen within situated, integrated, and critical, but not within the transactional subscale.

5.4. Qualitative findings {#sec0085}
-------------------------

Our qualitative analysis focused on patterns across participants. Key statements that illustrate those patterns are described below, organized around the four dimensions of the GTM (situated practice, integrated global learning, critical framing, and transactional experiences), and followed by challenges related to global teaching that participants perceived.

### 5.4.1. Situated practice {#sec0090}

The factor of situated practice was a frequently coded theme. Under this theme, we noticed two categorical codes: cultivating students' cultural identity and expanding the definition of relevance.

#### 5.4.1.1. Cultivating students' cultural identity {#sec0095}

Cultivating cultural identity begins with understanding that teaching and learning are cultural practices. Teachers understand themselves to be cultural beings and help students to build the same understanding. For example, after studying the global module, a science teacher created an enduring understanding for a lesson plan: "Students are aware of how differing cultural contexts may affect how a certain mutation can be viewed in society as beneficial or harmful." This understanding went beyond scientific knowledge of mutations to an understanding of how culture shapes one's perceptions of scientific concepts. This particular lesson plan involved readings on congenital twins in India and the U.S. and, based on the news reporting, having students consider cultural assumptions regarding the mutation (i.e., beneficial, neutral, or harmful?).

Another participant mentioned she had taken for granted that students would develop cultural identities outside of school. Before the course, she had not utilized reading and writing to support the positive development of her students' cultural identities. She said:"My classroom is full of diverse learners who speak different languages and come from different cultures. Through this course, the importance of embracing students\' cultural identity has become clearer. Before, I was guilty of believing that their cultural identity was examined on their own. However, I am now understanding that a teacher can have a crucial role in encouraging students to celebrate their own and their classmates' cultural identities."

A different participant noted that, although they had discussed culture in class, they had not connected discussions to their students' cultural identities. This participant felt that learning about students' cultures, and linking teaching to those cultures, helped them better connect."Every unit, my students are analyzing primary and secondary sources from people all around the world. But this course made me think more about my students' cultures. I am able to communicate better with students from other cultures because I am more aware of it. I never thought about how that could affect a student until now."

Overall, participants perceived the connection to their students' cultural identities as an important component of global teaching. In addition, participants expanded their capacity to make connections in the classroom by connecting cultures outside of U.S. subcultures and connecting current issues.

#### 5.4.1.2. Expanded definition of relevance {#sec0100}

Participants studied culturally sustaining pedagogy during a course module. Our readings addressed diverse racial and ethnic identities within the U.S. While studying global learning, participants expanded their definition of cultural relevance to include the intersection of national, racial, and ethnic identities‒--for example, exposing students to black scientists from the U.S., Brazil, and Nigeria. A science teacher commented:"My students enjoy reading about scientists that look or come from places like them, but it would also be special to hear about other scientists that might not share as obvious similarities. My students are comfortable sharing their experiences and perspectives, so to take their global consciousness to the next level, they would benefit from more global lessons."

In his reflection about TGRS, a different science teacher shared his desire to move his teaching away from a Western-centric education in order to better serve his diverse students.

Participants also expanded their definition of relevance to include timeliness. In a discussion board, an English teacher remarked how two teachers found their students enjoyed studying international current events: "I think we often forget that relatable instruction does not have to be about what is going on in our specific communities, but what is going on in the world." In this way, international current events became relevant because of the time aspect. Students connected to the events because they were happening now.

As mentioned above, participants reported embracing culturally relevant pedagogy before taking the course but found the expansion of social justice to global issues a welcomed addition. One participant immediately implemented a strategy from the course: She began pairing current events with perspective-taking discussion protocols (e.g., *this issue matters to me because*, *to my friends and family because*, and *to the world because*) in her classroom. She believed perspective-taking was an important component of critical literacy, and using international current events expanded students' critical analysis to include global viewpoints. A different teacher self-reflected:"I am constantly thinking about how I can empower students to be agents of change within their community. This module has me thinking about the need for my students to widen their perspective even more in order to include the entire world in their thoughts."

Designing situated practice inclusive of global cultures and international current events was a pattern noticed across grade levels and content areas. Participants perceived that situated practice and global learning could be integrated with their current responsibilities, as described in the next section.

### 5.4.2. Integrating global learning {#sec0105}

At the beginning of the semester, all but one teacher reported that their curricula did not integrate global learning. However, participants came to the course believing that global learning was important, were easily persuaded of its importance, or, at the very least, did not actively resist the idea. As a representation of what most participants shared in the discussion post about global competence, a high school teacher stated: "It is important for them to learn how to inquire about the world, understand cultural and global perspectives, and most importantly interact with their world in a respectful way." Overall, patterns related to integrated global learning included three codes: navigating tensions, focus teacher education on "the how," and infusion with current pedagogies.

#### 5.4.2.1. Navigating tensions {#sec0110}

At the end of the course, a science teacher shared his perception of the tension between the local and the global: "The heavy focus we get on culturally relevant pedagogy, we have been groomed to prioritize locality, and we still should...but our students need to also see and experience beyond because that is what the world will demand of them as they exit high school and continue into universities, trade schools, and the workforce."

In addition to the tension between local and global, participants also discussed tension between tested and not-tested content. A charter school beginning teacher articulated the pressure she felt to focus on tests. In response to a peer who was able to integrate global literature because she could choose what her students read, this teacher posted the following:"I certainly understand global readiness and can articulate its value, but I\'m actually supportive of my district's control over what is taught. My students achieve higher than their counterparts. ALL of my students come from economically disadvantaged backgrounds, and I don\'t think that as a privileged white lady, I should be deciding what my students \"need\". I think global learning is AWESOME, but I\'m not able to implement it any time soon. (capitalization in original)"

In response to the same discussion thread, another beginning teacher replied:"Implementing global readiness into my science curriculum is going to be quite challenging---given the breadth of topics I need to cover before End-Of-Course testing. Regardless, if I do so intentionally, I can get students to expand their depth of content knowledge to the levels they need for the questioning and reasoning that an End-of-Course exam can throw at them."

As evidenced by the two quotes, participants felt that global learning is important because of the globally interconnected nature of career, college, and community and because students come from diverse cultures; however they did not feel confident in implementing global learning due to tension with tested content.

#### 5.4.2.2. Focus teacher education on "the how." {#sec0115}

Overall, participants reported that the course's focus on *how* to integrate global learning was helpful. For example, a high school teacher stated: "Where I see growth is having a better understanding of HOW to implement global readiness into my classroom. I knew the theoretical importance of doing so but really didn\'t know exactly HOW to go about it effectively" (capitalization in original). Another participant said: "\[Teachers\] need to learn a framework of how to make sense of ... the unfamiliar." She perceived that a framework was needed for how to enact global teaching.

#### 5.4.2.3. Infusion with current pedagogies {#sec0120}

The two most common ways that participants reported uptake of global teaching were infusion with current curricular activities or with a desired pedagogy. For example, in her final project, an elementary teacher explained how she infused global learning with a webquest, a pedagogy that she had desired to bring into her practice:"Because of this course, my 5th grade science students researched natural disasters to complete a webquest that modeled how the Earth spheres interact. During that webquest, I provided my students with articles and videos about natural disasters across the world. This has helped my students learn global competence."

Since webquest was a new pedagogy she had wanted to use, it provided an opportunity to infuse global learning in the instructional design.

Another way participants reported integrating global learning was through the pedagogical practice of students' reading texts. Incorporating diverse texts from international authors into their classes was seen across grade levels and disciplines, and as reported in the quantitative results, was significantly higher than the control group. Reflecting on the comparison between beginning and end of the semester TGRSs, one teacher said, "One major change has been the sources that I have incorporated into lessons." A mathematics teacher reported, "I have changed how I use text and global learning within my classroom." An English teacher said, "I grew the most in incorporating global texts and authors into my teaching."

By the end of the semester, participants, with the exception of three math teachers, were able to create global lesson plans that infused global learning with their curricula. One math teacher wrote a lesson plan for a government course; the other two math teachers asked to complete a comparative inquiry on mathematics in other countries in an effort to build more globally connected content knowledge. As one participant stated, "I think creating a stockpile of potential global issues related to math over time could be a way to make integrating global readiness easier in future years." She perceived that gathering global resources would help her integrate global learning in future lessons.

### 5.4.3. Critical framing of teaching and learning {#sec0125}

The next theme is critical framing. Several participants embraced a decolonizing lens. For example, the science teacher mentioned previously vowed to expand his teaching beyond a Western-centric lens. More often, the critical frame was taken up via course opportunities for reflection and lesson creation. We also found that while some participants believed that they held a critical frame, their ideas on applying global learning in the classroom reflected deficit or assimilation mindsets. Two categorical codes ultimately emerged under critical framing: engaging in self-reflexivity and teaching perspective-taking and empathy-building.

#### 5.4.3.1. Self-reflexivity {#sec0130}

Participants demonstrated self-reflexivity when they were reflecting on their beliefs and how those beliefs affected others. The view that teachers do not know everything, and that teachers can learn from and with their students, emerged as a frequent code from the reflections data. One participant stated it was her "civic duty" to be aware of all international events, yet most participants perceived mutual teacher/student inquiry of world events to be a strength of the GTM. A special education teacher shared, "It is important to see how you fit into the equation. How your actions or lack of action impact others and how the actions of entire areas across the globe impact others." In the discussion board, a mathematics teacher commented, "I love that you acknowledge that sometimes you lack being competent. I have also been guilty of this until ... visiting Brazil and actually immersing myself in another culture. I think if people took time to investigate global issues, they would see the world in a different way." This participant perceived her trip abroad as an integral moment in her ability to see different views and to reflect on her own cultural assumptions.

An intriguing finding was how some participants really valued reflexivity as part of teaching. An elementary teacher stated, "I do consider myself to be a pretty reflective teacher, but having an actual piece \[PDF of TGRS results\] I filled out two separate times was interesting." Another teacher reflected, "I liked ... the recursive reflective nature. We were constantly absorbing new material from a variety of perspectives and this helped bring these to ... my mind over and over, to the extent that I actually could try to apply the ideas and could reflect." Similarly, a different participant shared:"This class really showed me the importance of incorporating reflective practices into my pedagogy. Being a teacher means taking the time to reflect on personal biases, strengths, weaknesses and instructional methods that can be improved to meet students' needs."

Reflection on one's teaching and connection to other people, both in the classroom and around the world, is an important component of global teaching from a critical lens. Once teachers engage in self-reflexivity, the next step is teaching students to examine the world with a critical lens. Some participants asked their students to investigate sociopolitical global issues from a standpoint of power, but most remained at an accommodation stance by focusing their teaching on perspective-taking and empathy-building.

#### 5.4.3.2. Teaching perspective-taking and empathy-building {#sec0135}

Participants most commonly discussed taking up global teaching by engaging students in perspective-taking and empathy-building. In a discussion post, a few teachers lamented about the lack of empathy students displayed. One wrote: "Similar to Cecilia (pseudonym), my students take a satisfaction survey every quarter, and often most students say that they don\'t empathize with their peers or try to learn about their backgrounds and situations." Another teacher in the discussion thread pushed back at the deficit views by saying:"You will be surprised how students really embrace other students' differences when their cultural identity is exposed for something more than stereotypes. Sometimes when students are sharing a personal experience or family tradition, the other students find it interesting. This helps students get to know and accept each other. I have been doing lessons on empathy, and I have seen my students grow in this area a great deal."

This teacher taught students with social and emotional disabilities and focused her global learning lesson plan on empathy-building. As her quote above demonstrates, she perceived growth in her students. A social studies teacher said his parents from India taught him the value of perspective-taking, a value he brought to the classroom:"To solve any problem, you first must be able to understand the individual you have the problem with---because once you understand how they think and feel, finding the solution becomes easy. It is important for students to be globally competent so they too can also understand how people feel and think."

The reason global competence is important for students to learn, said a science teacher, is so that they can "understand their own and other perspectives, how to engage in RESPECTFUL dialogue, and finally how to take respectful action" (capitalization original). This teacher went on to say how empathy had become a personal mantra and a value he hopes to instill in his students. Another teacher commented, "Understanding how to listen and respond to a variety of perspectives is essential. Without those skills, we will not be able to work together to solve the problems plaguing our society." Empathy and perspective-taking were considered important skills for communication and problem solving, not only in the context of future jobs, but also for current relationships and solving global social issues.

### 5.4.4. Transactional experiences {#sec0140}

Transactional experiences involve experiential learning through dialogue and collaboration with people from different cultures and nations. This factor was the least coded in participants' lesson plans and least reported by participants on the TGRS. Two categorical codes related to the theme are barriers to transactional experiences and bringing the world to the classroom.

#### 5.4.4.1. Barriers to transactional experiences {#sec0145}

Lack of international and technological resources were barriers to implementation of transactional experiences. In addition, some participants found the name of the factor difficult to remember. For example, an interview participant said, "*Transactional* means working with other countries, right? For sure I'm weakest on that one." She believed her students would benefit from and enjoy working with students from a different country, but she did not personally have international contacts.

Two participants wrote their global learning lesson plans on Native Americans. One teacher chose Native American culture because she had a personal relationship that served as a resource for the transactional experience factor of her lesson. The other teacher thought Native American issues would be both new and relevant to his students. While Native American nations are indeed sovereign, they are at the same time part of the U.S. Should teacher educators encourage their students to push beyond U.S. borders?

For two different participants, the technology component made transactional experiences difficult to include in their classrooms. One said, "I struggle with technology as well but am hoping to compile a database of resources for students to use during activities. My goal is to make a connection through one of the websites that I found and hope we can have a meaningful connection with another teacher, individual or student from around the world." The other teacher stated her issue was student access to technology: "I am still not in a place to fully carry out a SUCCESSFUL global lesson plan. My first issue is resources. The lessons I have reviewed require a lot of technology. I can barely access technology for my students to write a paper." Although lack of resources acted as barriers to transactional experiences, participants became creative as they imagined what could be implemented in their classrooms.

#### 5.4.4.2. Bringing the world to the classroom {#sec0150}

Connecting with students in other countries is just one way to incorporate transactional experiences. An English teacher considered bringing in experts from diverse countries to interact with her students, saying:"I hope that by bringing an expert to the classroom to discuss topics, my students will work on their speaking and listening skills, and will gain global perspectives that they have not been exposed to in the past. I plan to bring physical people into the classroom, as well as using online resources to do live interviews."

Another English teacher had a similar idea; however, she stated some concerns:"I need to get better at incorporating expert voices for my students' projects. I get nervous about the last minute timing of multiple events at my school. On the other side, asynchronous technology would take care of this worry and allow the expert to respond to each question on their own time."

This teacher, and others, were not sure how to find experts from multiple perspectives. Another participant stated, "Without networks of people to call upon in each sub-topic, it was difficult to identify opportunities in which students could speak to a person from another culture or region of the world." A charter school teacher shared that his school had lists of expert speakers (called Nespris) and a teacher from a culturally diverse school described how she had observed a teacher leveraging cultural and content expertise through her students' networks. How to best utilize these experts was then negotiated by participants in discussion posts. Participants felt that experts could help students understand their content on a global scale and also give students practice engaging with people from different cultures in ways that "are respectful and celebratory of cultural differences."

Overall, participants found transactional experiences with international partners the most challenging aspect to implement in their classrooms, and admittedly, we were also unable to include a coveted discussion with international partners during the graduate course. However, participants believed such interactions would be valuable in learning about different perspectives and practicing civil discourse.

6. Discussion {#sec0155}
=============

This mixed methods study examined self-report data of teachers' globally competent teaching practices and perceptions. Quantitative data showed how and with what frequency participants infused global learning into their classrooms; qualitative findings reveal successes and challenges faced by participants when implementing globally competent teaching practices. This study contributes to the research literature the voices of teachers---voices needed for deeper conceptual understanding of translating global education theory to practice ([@bib0090]).

6.1. Implications for research and practice {#sec0160}
-------------------------------------------

Quantitative analyses compared teachers from a business-as-usual graduate teaching course (controls) and teachers whose graduate course specifically infused global competence with its curriculum (focal group). Results revealed that, compared to controls, focal teachers practiced more globally competent teaching strategies in their K-12 classrooms *at least once* in the recent past (two weeks). Specifically, the following globally competent strategies were used with statistically greater frequency by focal teachers: guiding students to examine their own cultural identities, using texts written by global authors, and asking students to use primary sources when building claims. Across a semester, focal teachers reported building a repertoire of global-education resources with statistically greater frequency than did their control counterparts.

Based on our findings, we propose that exposure to globally competent teaching in teacher education relates to participants' frequency of global teaching practices in K-12 classrooms. However, because we did not use pre and post paired *t*-tests, we are unable to infer that the relationship is causal. To ascertain if differences in globally competent teaching practices are caused by course integration of global learning, future studies should use TGRS to collect, pair, and analyze pre- and post- data in students from a globally-competent graduate teaching course and control group.

As a reflection tool for global teaching, TGRS may provide teachers with practical ideas to implement in their classrooms. According to our qualitative data, teachers found GTM a useful framework for translating theory into practice, reporting their ability to implement strategies immediately in their K-12 classrooms. In summary, qualitative data showed how participants implemented global learning by internationalizing existing culturally relevant pedagogical practices or by instituting desired pedagogies that opened a space for introducing global curriculum. Participants internationalized their curricula by infusing cultural understandings of content, teaching perspective-taking, and resisting Western-centric texts. Participants found entry points into global learning through their students' cultural identities and international current events.

Quantitative data showed the following strategies were implemented in participants' teaching at the end of the master's course and with greater frequency than the controls: (a) using texts written by authors from diverse countries including primary sources, (b) reflecting on one\'s own assumptions and biases, (c) guiding students to examine their cultural identities, (d) discussing international current events, and (e) building a repertoire of resources related to global education. Analysis across quantitative and qualitative data suggests that providing information and examples on situated, integrated, and critical practices holds potential for influencing teachers' globally competent teaching, but that teachers need more support in order to begin practices related to the transactional factor.

Qualitative results corroborate three well-documented barriers to implementing globally competent education: (a) lack of global resources, (b) mandated curriculum lacking in global competence, and (c) teaching tied to high-stakes tests that do not assess global competence ([@bib0045]; [@bib0100]; [@bib0175]). In addition to the pressures to bring students to grade-level, cover a mandated and crowded curriculum, and ensure students pass high-stakes tests, our participants also felt a tension between the preparation they received from a culturally relevant lens that focused on the local and their perception that globally competent teaching focused solely on the global. The course provided a space to study culturally relevant pedagogy and global teaching side-by-side. Through course readings and discussions, participants were able to negotiate the local-global tension and conclude that many of their local communities were globally interconnected and that the model connected the local with the global rather than separating the two into a false dichotomy. Recognizing opposition to global education as problematic, most participants expressed desire to implement global competence into their teaching practices but needed to learn pedagogical moves that they can employ in K-12 classrooms.

Data from this study reveal the importance of educating teachers on *how* to enact global competence in K-12 classrooms, corroborating Reimer and McLean finding that teachers need a nuanced understanding of global education situated within classroom contexts ([@bib0180]) and providing support for the application of the GTM as a framework for implementing global teaching practices. After extensive review of the literature, [@bib0225] concluded that there is a "need for comprehensive, dynamic frameworks for \[global education in\] teacher education to encompass... emerging trends in the literature (\[e.g.\] ...the use of ICTs \[information and communication technologies\] and political changes)" (p. 88). The GTM includes both ICTs (in the transactional factor) and political relationships (in the critical factor), filling the need assessed by Yemini and colleagues.

6.2. Continued validation of the global teaching model {#sec0165}
------------------------------------------------------

Validation of psychometric instruments and empirical models is a continuous process. Because of their theoretical importance, we added back to TGRS three items that did not load on the previous factor analysis. This study contributes both quantitative and qualitative support for keeping these three items (*texts by authors from diverse countries, guided students to examine their cultural identity,* and *reflect on my own assumptions and biases*). The results of this study indicate the four subscales, and the scale as a whole, are reliable according to a test of Cronbach's alpha (*α* = .89).

In the quantitative analysis, participants' lowest-scoring factor was transactional experiences. This dimension requires experiential learning with different cultures, both face-to-face and through the use of ICTs. In the qualitative analysis, this factor also did not appear frequently. A few participants found it difficult to implement interactions with diverse others and even had trouble remembering the factor's name. While the word "transaction" was originally chosen to signify the *trans*formative experiences and socio-political *action* that are integral components of global learning, this meaning was not effectively transferred through the word "transactional." In fact, this term has a negative connotation in some education leadership circles (see [@bib0020]).

By synthesizing the research literature, the theoretical framework, the Global Teaching Model ([@bib0090]), and the results of this study, we renamed the fourth dimension and created [Fig. 2](#fig0010){ref-type="fig"} as a heuristic for global teaching that works to decolonize curricula and raise sociocultural consciousness.Fig. 2The Global Teaching Model with four factors: situated, integrated, critical, and intercultural.Fig. 2

The fourth dimension is renamed intercultural collaboration for transformative action. Intercultural means an exchange between two cultures. Transformative implies that the action does not reinforce hegemony. During intercultural collaboration, students engage in egalitarian transactions of different perspectives in order to learn with diverse others ([@bib0215]). Teachers, students, and partners work together to critically analyze global issues exposing how inequities occur and then advocate for equity. Students take action towards social justice in both their local and global communities and in solidarity with people who have historically been marginalized by globalization ([@bib0010]; [@bib0030]; [@bib0145]).

[@bib0050] considered praxis, or action based on theory, to be an essential component of critical pedagogy. As O'Connor and Zeichner state, "Merely heightening students' awareness of global problems without cultivating in them a sense of efficacy to take part in transformative action might in fact make students less likely to become empathetic citizens" ([@bib0145]). Empowering students to take action on global and sociocultural issues provides space for hope in the curriculum. Without transformative action, students may feel powerless against systematic oppression around the world. Because our data show that intercultural collaboration was difficult for teachers to implement, one implication of our study is that teacher education programs could leverage their university's international partnerships to introduce teachers to potential partners.

7. Conclusion {#sec0170}
=============

[@bib0060] and [@bib0070] warn that, even when global partners or issues are introduced in the classroom, more often than not, schools reinforce rather than dismantle existing hierarchies. Teacher education must not only explain the theoretical reasons why global education is important, but must also model how to implement decolonizing practices and consciousness-raising in ways that teachers can replicate in K-12 settings. Without decolonizing and consciousness-raising, global education may emulate colonial power structures of domination and oppression. It is therefore essential to bring critical theory to the forefront of globally competent teacher education.

 {#sec0175}

Going Global Module 6 Instructional Plan

<https://drive.google.com/file/d/1KwL3hsNLcVQ9xPEiWvpODyaxcptLsIz-/view?usp=sharing>

 {#sec0180}

Interview Protocol {#sec0185}
------------------

1)What kinds of knowledge and skills are important for being a globally competent person?2)How did the global learning experiences in our course impact you personally?3)Communicating ideas effectively with diverse audiences was an important learning outcome for the course. What aspects of the course contributed to your working towards this objective?4)In what way has our course helped awaken, expand or strengthen your vision for education for all students? What new ideas do you have for promoting global communication and learning?5)What recommendations do you have to enrich, improve or continue this global learning among future students who are taking education courses?6)Do you think your pre- and post self-assessment on Teaching for Global Readiness was accurate? Explain why or why not.7)Select at least two items in which you feel you made the most progress during this semester. What course experiences and class materials contributed to these changes and learning and why?8)Select at least two items in which you feel like you didn't make gains or that perhaps you need more work on. For each item reflect on: Why you feel you didn't show growth in this area?

And any needed follow-up questions for clarification or further information.

Appendix C. Supplementary data {#sec0195}
==============================

The following is Supplementary data to this article:

This work was supported by 10.13039/100002189Longview Foundation, US.

Supplementary material related to this article can be found, in the online version, at doi:<https://doi.org/10.1016/j.ijer.2020.101629>.

[^1]: *Note*: Parentheses around subscales indicate items that have not yet been validated.

[^2]: p \< 0.05

[^3]: p \< 0.01.
